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The purpose of this study was to compare specific
variables that relate to poor student behavior in two
selected elementary schools, one school using a schoolwide
discipline plan and the other school using classroom
management strategies. Another purpose was to determine
whether or not teacher age, years of experience, educational
level, and gender influence teacher preference for a type of
discipline plan.
Data for the study were generated from a questionnaire
sent to two selected elementary schools. The questionnaire
consisted of four parts: demographic information,
discipline strategies, school personnel opinions, and office
referrals. Analysis of variance and the Chi-square test
were used to accept or reject the hypotheses.
The findings of the study revealed that teachers in the
selected schools shared similar views on their approaches to
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managing elementary school discipline. The consistency or
inconsistency of teachers in their management strategies,
the degree to which they communicated their expectations of
students to the students, and their treatment of
inappropriate behavior differed according to the discipline
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CHAPTER I
THE PROBLEM AND ITS BACKGROUND
Introduction
Johns and MacNaughton (1991) maintained that every
school should have a comprehensive discipline policy for
fostering a positive school climate. VJithout a comprehen¬
sive discipline policy, it is difficult for students to know
what is expected and difficult for teachers to know how to
handle problems.
While good and appropriate classroom strategies
occur within each classroom, an effective, cooperative,
schoolwide discipline plan provides the entire shcool with
common expectations for student behavior and consistent
guidelines for dealing with unexpected behavior. The
structure of the school and the society in which we live
today dictates the need for a cooperative school discipline
policy. A schoolwide discipline plan can help overcome some
of the inevitable problems associated with the daily opera¬
tion of the school. A schoolwide discipline plan will help
students learn that the faculty and staff share basic prin¬
ciples and expectations for student behavior v;hether they
are in the classroom, cafeteria, or hallway, at recess, or
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waiting for a bus. Opportunities and incentives for stu¬
dents to practice positive actions for healthy discipline
are very important parts of a student's education.
Statement of the Problem
The problem of this study was to ascertain the best
approach to managing poor student behavior.
Purpose of the Study
The purpose of this study was to compare specific
variables that relate to poor student behavior in two
schools, one school using a schoolwide discipline plan and
the other school using classroom management strategies.
Another purpose was to determine whether or not teacher age,
years of experience, educational level, and gender influence
teacher preference for a type of discipline plan.
Significance of the Study
A faculty should have the data necessary for
selecting the discipline technique that is most effective
for their school. The study of this problem in a research
format will show surveys of two different schools using two
discipline approaches.
Research Questions
Five research questions guided this study:
1. Is there a significant difference in teachers'
perception of a schoolwide discipline plan and classroom
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management strategies within two selected elementary schools
based upon years of experience?
2. Is there a significant difference in teachers'
perception of a schoolwide discipline plan and classroom
management strategies within two selected elementary schools
based upon achieved educational level of the teacher?
3. Is there a significant difference in teachers'
perception of a schoolwide discipline plan and classroom
management strategies within two selected elementary schools
based upon teacher age?
4. Is there a significant difference in teachers'
perception of a schoolwide discipline plan and classroom
management strategies within two selected elementary schools
based upon teacher gender?
5. Is there a significant relationship in dis¬
cipline referrals of a school with a schoolwide discipline
plan and one using classroom management strategies?
Summary
A schoolwide discipline plan is importantr but
teachers must recognize that discipline v/ithin the classroom
is primarily a teaching responsibility. Therefore, most
behavior should be dealt with immediately within the class¬
room .
An effective school discipline plan, whether coop¬
erative schoolwide or classroom management, requires that
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the faculty and staff work together to develop guidelines
and procedures that will constructively and consistently
reinforce positive actions of the desired behavior in the
school. Once the policy is determined, the entire staff
must make a commitment to follow through with the proce¬
dures. The prime responsibility for the staff is to be
certain that students learn from their experiences.
CHAPTER II
REVIEW OF THE LITERATURE
In reviewing the professional literature, the
decision was made to concentrate on reports of research
efforts which are parallel to this study. This meant that
the search should deal with (1) discipline, (2) classroom
management skills, (3) interventions, and (4) schoolwide
plans perceived to be effective and related to behaviors of
elementary school students.
Discipline
During the past twenty-five years, educators have
witnessed a substantial increase in the number of discipline
problems in public education. Many factors have contributed
to the rising concerns facing classroom discipline, includ¬
ing economic necessity, changed fam.ily structure, and gen¬
eral concern for the social, cultural, and emotional climate
surrounding many of today's children.
Anna Masland (1990) investigated the relationship
between fifteen discipline behaviors which parents reported
using with their children and five sets of predisposing
characteristics (personal, family, social, demographic, and
discipline behaviors) the subjects recalled experiencing
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during their childhood. An additional emphasis was directed
toward parents who recalled having experienced more severe
parental discipline as children than those they reported
using with their own children. The method used included
surveying 82 mothers and 102 fathers. The findings indi¬
cated that only the mothers in the study recalled experi¬
encing more severe discipline behaviors in their children
(Masland 1990) .
There are many educators who feel a need to be
separated from parent involvement in schools. However,
recent research indicated that parents of all races and
social classes want their children to succeed in school and
v/ould like to help if permitted.
John T. Mishkin (1990) explored variables which may
have been influential in effecting a change in subjects'
discipline techniques from that to which they were exposed
as children. Subjects consisted of 124 parents of school
age children who voluntarily agreed to complete a question¬
naire developed by the author based on the literature.
Results indicated that those parents who reported not using
physical punishment tended to have fewer children, their
oldest child was older, and they used fewer alternatives.
In addition, they were older parents and were less likely to
become angry with their children's behaviors. The results,
therefore, did support the theory of attitude change as the
basis for breaking the modeling cycle in the transmission
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of physical punishment as a discipline technique (Mishkin
1990) .
On many occasions, parents are not familiar with
the rules and regulations of the school system. This can
contribute greatly, in some instances, to the overall atti¬
tudes that some parents develop toward the school and, of
course, the rules, behaviors, and expectations in general.
Kelly Phoenix (1992) examined the impact of the use
of cooperative learning on classroom discipline in third,
fourth, and fifth grade clasrooms. The data were collected
by means of teacher and experimental observations of student
classroom behavior. Problem behaviors were classified into
two categories that involved the students themselves, off-
task and noncompliance, and two categories that involved
other students, bothering others and aggression. For
cooperative and noncooperative classrooms, respectively,
teachers counted thirty-six and fifty off-task behaviors,
five and one noncompliant behaviors, thirty-two and thirty-
five behaviors that involved bothering other students, and
eight aggressive behaviors. For cooperative and noncoopera¬
tive classrooms, respectively, the experimenter-observer
counted forty and fifty-nine off-task behaviors and thirty-
seven and thirty-six behaviors that involved bothering other
students. No noncompliant or aggressive behaviors were
observed by the experimenter. From these data, it was
concluded that the use of cooperative learning significantly
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reduced the number of self-related off-task problem behav¬
iors in the classroom.
William Thorpe (1992) ascertained that the rela¬
tionship between parents' feelings of success, parents'
attributions regarding the conversations of their children's
negative behaviors (controllable/uncontrollable, inten¬
tional/unintentional) , parents' discipline techniques of
children, and the love relationship the children have with
significant others. The mothers were asked to relate how
they dealt with the children's misbehavior, to provide a
reason why their children did the misbehavior, and to place
that reason along the attribution dimension of responsi¬
bility. According to Thorpe (1992) , the primary findings
were;
1. Mothers felt greater success when they used
less assertive power and avoidance discipline practices
and viewed their child as less temperamental and more
affectionate.
2. The higher the temperament rating of children,
the lower the mothers' feeling of success and affection; the
lower the mothers' use of cooperative discipline practices,
the higher the mothers' use of power-assertive discipline,
and the higher the mothers' attributions of children's
responsibility.
Carol T. Majonis (1991) examined the patterns of
social interaction associated with parents' discipline
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practices and socialization of children in three abusive and
three nonabusive producing families. The aforementioned
families were studied two to three hours daily over an
eight-day period. Each family's observed social interaction
showed that abuse and nonabuse producing families manifest
similar kinds of behavior but in disparate quantities and
intensities.
Sam Get (1990) felt that when parents participate
in school programs, certain results occur, such as (1) the
child's interest in school increases, (2) the child develops
a greater respect for education and school property, and (3)
the child's academic achievement level tends to increase.
The procedure included personal interviews administered to
parents, teachers, and principals from ten schools in the
New Jersey School District. The instruments were designed
to discover how the three groups perceived parent participa¬
tion. The views of parents, teachers, and principals toward
parent participation programs were significantly related.
Further testing did not suggest that student participation
had any impact on the selected school characteristics.
In order to create greater unity among the child,
the home, and the school, many educators encourage parent
participation not only in formal settings but also with
regard to some of the day-to-day tasks which involve both
the student and the teacher.
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Classroom Management
Classroom management is of major concern to the
vast majority of personnel affiliated with education. Under
classroom management are included the teacher functions
variously described as control, keeping order, motivation,
and establishing a positive attitude toward learning among
others.
New teachers often fear that students will not
respect them, and even experienced teachers tend to say that
establishing good control over the class is a major goal in
the first few weeks of the school year. Principals and
other school administrators reinforce this concern, tending
to give low ratings to teachers who cannot control their
classes or who have discipline problems.
Variations in approach to classroom management are
very noticeable to observers who get a chance to compare
different teachers. Current research maintains that class¬
rooms are often strikingly varied from one another, depend¬
ing upon each teacher's attitude toward learning and the
sort of relationship that he/she has established with the
students. Differences in approach to classroom management
also depend on the teacher's perception of v/hat to do, when
to do it, how much to do, and what not to do. Some teachers
just seem, to know how to "run" a classroom; on the other
hand, some seem to struggle through each school day. In any
given school, one will find some classes in continual chaos.
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some classes noisy but productive, and some classes managed
in such a way that they seem to run by themselves. Because
of mastery of classroom, management skills and techniques,
some teachers spend most of their time teaching, while
teachers who lack classroom management skills spend a great
deal of time handling discipline problems.
Shirley Pendlebury (1993) examined the use of prac¬
tical reasoning and practical argument techniques to improve
classroom instruction. She contended that teachers may not
apply the results of practical reasoning to instruction
because of self-deception or intuitive beliefs. The study
concluded that the relationship between practical reasoning
and practical arguments requires more study and refinement.
Levy Vasquez (1993) reported on a study of two
elementary teachers who used the practical reasoning argu¬
ment or practical argument approach to classroom management.
Findings were that practical argument techniques can benefit
teachers by providing opportunities to question and revise
their theories of learning and teaching. It was recommended
that teacher education programs employ the practical argu¬
ment approach.
Michael Murphy (1991) described a shared leader¬
ship, quality improvement team approach to classroom manage¬
ment in elementary school classrooms that v;as similar to the
quality and school improvement approaches which are increas¬
ingly available to school personnel and community leaders.
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The content of the study outlined a model approach to coop¬
erative classroom management among teachers and students.
Benefits to classrooms implementing the model included
increased student motivation and participation in class
activities, increased student ability to solve typical
interpersonal problems, improved student work habits, and
increased student cooperation. The Classroom Cooperative
Circle involves the training of students and brief class
meetings held daily. In spite of the time investment
required for these activities, the Cooperative Circle has
been found to buy back time formerly spent disciplining
children and enforcing a host of teacher-made rules and
decisions.
Eleanor Baron (1992) presented the findings of a
literature review undertaken to identify behaviors and prac¬
tices demonstrated by successful urban teachers in their
preparation for teaching and interacting with students. The
literature search focused on competencies for urban teaching
and on urban education. The search yielded two broad areas
of competence: internal effects (issues that focus on
school or classroom practices) and external effects (prac¬
tices that urban teachers pursue outside the school to help
produce success). The search identified the following
internal effects: (1) active teaching, (2) positive class¬
room management, (3) use of a variety of teaching methods,
(4) planning and sequencing, (5) interpersonal skills.
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(6) efficacy and expectation, and (7) applicability. The
external effects identified by the search were community and
family support and knowledge of urban and multiethnic
sociology.
Jesse L. Rancifer (1993) felt that when beginning
or experienced teachers lack control over pupils in their
classrooms, they do not experience job satisfaction and
become increasingly ineffective in their classroom work.
Based on a review of the literature, strategies
that teachers should practice are covered in three phases:
(1) before school opens and the first day of school, (2) the
first three weeks of class, and (3) throughout the year.
An analysis by Margaret C. Wang (1994) of fifty
years of research revealed that direct influences such as
classroom management affect student learning more than
indirect influences such as policies. Findings based on
standardized tests and essay examinations showed student
aptitude to be the most influential variable, followed
by classroom instruction and climate, context, program
design, school organizations, and state and district
characteristics.
According to Robert Sylvester (1993) , two guiding
principles for classroom managem.ent and instruction have
emerged out of current knowledge about attention mechanisms
and processes. The primary principles are that teachers
should adapt their students' stable attention mechanisms and
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that teachers should use imaginative teaching and management
strategies. These strategies, when utilized, will enable
students to enhance their adaptable attention processes and
attend to potentially subtle variations.
Barbara F. Coakley (1991) discussed the implementa¬
tion of integrated intervention strategies to improve the
classroom behavior of thirty third-grade students. Stu¬
dents' disruptive behavior was identified from two classroom
observations, teacher questionnaires, and interviews with
the school counselor. Objectives projected for the inter¬
vention were that students would (1) show an increase in
appropriate classroom behaviors, (2) receive improved
ratings on teacher questionnaires, and (3) demonstrate a
decrease in referrals to the counselor. The intervention
program included the implementation of teaching strategies
which focused on conflict resolution, effective communica¬
tions, mutual responsibility, and development of positive
self-image. These strategies employed discussion led by
experts in conflict resolution invited to the class, train¬
ing of students as conflict mediators, and class visit to a
court in session to observe the process of the resolution of
civil disputes. After twelve weeks, the objectives were
evaluated by another series of classroom observations,
teacher questionnaires, and interviews with the counselor.
All three of the objectives v^ere achieved.
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All teachers should spend class time teaching. The
academic training of teachers involves some familiarity with
classroom management techniques, especially during student
practice teaching. Yet, some teachers come to the class
ill-prepared to take a class of students and productively
lead them in the learning process. These teachers have
difficulty in getting the class started and keeping it
going. Thus, some teachers use classroom management tech¬
niques with great success, while others do not use classroom
management skills as effectively.
Intervention Plans
There has been increasing recognition that a
child's behavior is determined not only by his or her imme¬
diate social antecedents and consequences, but also by the
physical and psychological contexts in which those inter¬
actions occur. These contextual factors can be used in
prevention of behavior problems in the classroom.
John Long (1994) examined a structured daily report
card program to provide more consistent and efficient
feedback on students with behavior probelms than traditional
approaches. Specific steps in designing the daily report
card for intervention included emphasizing how parents and
teachers must work cooperatively to create and implement
intervention.
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Allen Ford (1990) suggested methods and language
that can be used in handling difficult but common situations
involving young children. His discussions focused on:
(1) twelve methods of disciplining that promote self-worth,
(2) the process of creating a positive climate that promotes
self-discipline, (3) harmful and negative disciplinary
methods, and (4) good approaches to disciplining. He argued
that self-discipline is better learned through guidance than
through punishment.
Jo Ann B. Winkler (1991) addressed the problems of
low self-esteem levels of at-risk students in kindergarten
and in Grades 3 and 5 by implementing a peer facilitator
program. The Coopersmith Self-Esteem Inventory and Kinder¬
garten Checklist of Low Self-Esteem Characteristics were
used to determine the students' self-esteem levels.
Targeted students then participated in a twelve-week self¬
esteem enhancement program. Fifth grade students were
trained as peer facilitators to teach eight twenty-minute
self-esteem lessons, incorporating the sense of magic, to
kindergarten and third grade students. Results measured by
the OUNCE attitude scale indicated increased levels of self¬
esteem and self-confidence. While the results desired for
the Coopersmith Self-Esteem Inventory and Kindergarten
Checklist of Low Self-Esteemi Characteristics were not
achieved, sizeable gains were noted. The project was well
received by all of the involved students, and it was
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concluded that the use of peer facilitators can result in
improved self-esteem levels and serve as an intervention.
Daniel Solomon (1993) described a school-based
program designed to foster children's social, ethical, and
intellectual development through activitites emphasizing
cooperative learning, developmental discipline, social
understanding, interpersonal helping, and prosocial values.
The Child Development Project was implemented in kinder¬
garten through fourth grade by regular classroom teachers
with a cohort of students who began kindergarten in the fall
of 1993 in three northern California elementary schools. At
one of the schools, the Child Development Project continued
through Grade 6. Students from two Child Development
Project and two comparison schools entered the same inter¬
mediate school, where long-term effects of the program were
assessed. In kindergarten and Grades 2, 4, and 8, indi¬
vidual interviews with the Child Development Project and
comparison students were conducted to assess various social
skills, inclinations, and values. In addition, group ques¬
tionnaires were administered in Grades 7 and 8. Study find¬
ings indicated that the program had some sustained effects
on children's social development. Conflict resolution,
which had shown strong effects in earlier years, maintained
this effect in the eighth grade. Two moral reasoning vari¬
ables concerned with interpersonal helping and responding to
transgressions showed a small effect when combined across
18
years. Self-esteem, which had not shown an effect when last
assessed in elementary school, showed a strong effect in
eighth grade. Finally, the program's effect on democratic
values, which was significant in Grade 4, disappeared by
Grade 8 (Solomon 1993) .
Schoolwide Discipline
The development of a schoolwide management and
discipline plan should include the following characteris¬
tics: (1) well-developed rules and regulations, (2) an
organized plan for enforcing school policy, (3) emphasis on
positive student actions, and (4) parental and community
involvement. Building a foundation on these four character¬
istics, a schoolwide management and discipline plan should
also include other areas and concerns that are specific to
the school.
Richard D. Robinson (1991) reviewed various class¬
room management and discipline models. He concluded that
an effective program should provide schoolwide uniformity
without sacrificing flexibility and include three steps:
knov/ledge of basic research-based principles, a background
in available management and discipline models, and a coop¬
eratively developed school discipline plan.
The focus of cooperative schoolwide discipline is
not only on techniques for solving immediate discipline
problems but also on long-term strategies that encourage
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appropriate deportment by reinforcing cooperative behavior
on the part of students. Using a comprehensive approach,
cooperative discipline deals with all three discipline
types; corrective, preventive, and supportive. It addresses
student motivation, avoiding and defusing confrontation,
ways to reinforce desirable behavior, building student self¬
esteem, and involving parents, teachers, students, and the
entire staff in discipline cooperatively (Robinson 1991) .
Janet T. Bercik (1990) reviewed a teacher induction
program implemented in four inner-city schools. The program
had three objectives; (1) to provide new, first-year and
returning teachers with classroom organization and manage¬
ment techniques; (2) to encourage the teachers to develop a
support system for themselves; and (3) to provide ongoing
insight into classroom discipline. According to teachers'
program evaluation surveys, the first two program objectives
were fulfilled; the third, regarding discipline, proved to
be the most difficult to control.
Summary
This chapter focused on recent literature in the
areas of discipline, classroom management, interventions,
and cooperative schoolwide discipline. Being disciplined is
a part of being educated, and being educated is the stu¬
dents' primary purpose for being in school. Discipline is
learned; therefore, it can be taught. The frustration of
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dealing with discipline problems has driven many teachers
out of the classroom. Some have left the profession,
whereas others, ironically, have gravitated to administra¬
tive positions where they have the responsibility of solving
the disciplinary problems of an entire school instead of
just the problems of their own classes. Some educators/
teachers have taken on the mantle of the college professor,
whose disciplinary problems are usually few and far between.
The students, in their role as potential misbe-
havers and recipients of disciplinary measures, are inti¬
mately concerned with the problem of discipline. Students
expect teachers to foster a classroom environment where,
whether productive learning goes on or not, at least their
security and self-esteem are protected.
School discipline is a group concern. Everyone
working in a school needs to cooperate in ensuring that the
school is a safe and orderly place to work and learn. To do
this, it is important to design procedures and strategies
that promote positive discipline.
CHAPTER III
THEORETICAL FRAMEWORK
The purpose of this study was to compare specific
variables that relate to poor student behavior in two
elementary schools in VJalton County, Georgia, one school
using a schoolwide discipline plan and the other school
using classroom management strategies. Another purpose was
to determine whether or not teacher age, years of experi¬
ence, educational level, and gender influence teacher
preference for a type of discipline plan.
Definition of Variables
Dependent Variables
The dependent variables in this study were Class¬
room Management Strategies, Cooperative Schoolwide Discip¬
line, and Teachers' Perceptions of Discipline Strategies.
Classroom Management Strategies refer to the con¬
sistency or inconsistency of teachers in their classroom
management and the degree to which they have defined and
communicated their expectations of students to students in
regard to inappropriate behavior.
Cooperative Schoolwide Discipline is an approach
to managing and motivating student behavior in a manner
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consistent with optimum student growth, academically,
socially, and psychologically. This approach involves part¬
nerships between teachers and administrators, teachers and
teachers, teachers and students, and teachers and parents.
Teachers' Perceptions of Discipline Strategies
refers to how teachers feel about the usefulness and effec¬
tiveness of the plan in maintaining order and creating an
appropriately safe learning environment.
Independent Variables
The independent variables in this study were age of
teacher, years of experience, teacher's achieved educational
level, and gender.
Age of teacher refers to the actual chronological
age of the teachers in the sample. Respondents were asked
to select from the age groups 20-30 years, 31-40 years, or
over 40 years.
Years of experience refers to the teacher's total
years of professional experience. Respondents were asked to
select from the categories of 1-10 years, 11-20 years, and
over 20 years.
Educational level refers to the highest degree the
teacher has attained. Respondents were asked to choose from
bachelor's, master's, specialist, or doctorate degrees.
The expected relationships among the dependent and
independent variables are depicted in figure 1.
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INDEPENDENT VARIABLES DEPENDENT VARIABLES
Fig. 1. Relationships Among the Variables
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Null Hypotheses
The following null hypotheses were developed for
this study:
1. There is no significant difference in teachers'
perceptions of Cooperative Schoolwide Discipline and Class¬
room Management Strategies within selected elementary
schools based on teacher's age.
2. There is no significant difference in teachers'
perceptions of Cooperative Schoolwide Discipline and Class¬
room Management Strategies within selected elementary
schools based on teacher's years of experience.
3. There is no significant difference in teachers'
perceptions of Cooperative Schoolwide Discipline and Class¬
room Management Strategies within selected elementary
schools based on teacher's achieved educational level.
4. There is no significant difference in teachers'
perceptions of Cooperative Schoolwide Discipline and Class¬
room Management Strategies within selected elementary
schools based on teacher's gender.
5. There is no significant relationship in dis¬
cipline referrals of an elementary school with a Cooperative
Schoolwide Discipline plan and one using Classroom Manage¬
ment Strategies.
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Limitations of the Study
This study was limited to data retrieved through
self-reporting questionnaires and office referrals and was
concerned only with discipline in two selected elementary
schools in Walton County, Georgia. It was an attempt to
compare two different approaches to managing discipline.
Cooperative Schoolwide Discipline and Classroom Management
Strategies, as perceived by teachers.
Summary
We must keep in mind that school discipline has to
do with modes of behavior in the school, in the sense that
it applies in the community. The teachers' concern should
be that of establishing the commonly accepted moral and
social principles of conduct in the behavior of students
individually and as a group. The dependent and independent
variables were defined, the null hypotheses were stated, and
the limitations of the study were discussed in this chapter.
CHAPTER IV
METHODS AND PROCEDURES
The purpose of this study was to compare specific
variables that relate to poor student behavior in two
elementary schools in Walton County, Georgia, one school
using a schoolwide discipline plan and the other school
using classroom management strategies. Another purpose was
to determine v/hether or not teacher age, years of experi¬
ence, educational level, and gender influence teacher
preference for a type of discipline plan.
Design of the Study
This research was a descriptive study. The
descriptive method deals with a situation that demands the
technique of observation as the principal means of collect¬
ing data. The primary data were generated by a question¬
naire detailing discipline and its use in selected schools.
The secondary data were generated by review of literature
and research on the subject within each school through the
use of disciplinary referrals.
Description of the Setting
The study was conducted in tv;o rural elementary
schools. Both schools are located in Walton County,
26
27
Georgia, forty-five miles east of Atlanta, Georgia. U.S.
Highway 78 and Georgia Highways 11, 83, and 138 pass through
the county. The schools are accessible by paved roads and
all of the modern conditions that make them healthy loca¬
tions. The schools are often referred to as "community
schools" and house prekindergarten through fifth grades.
An effective communication network exists at these
schools. Evidence of these connections can be found in
(1) the extensive involvement of the parent-teacher organ¬
ization; (2) the mutual support of the principal and
teachers; (3) the high morale of students, teachers, and
principals; and (4) the pride of everyone associated with
the schools.
The population of the county represents a wide
range of socioeconomic status, ranging from low to high.
The students come from homes located in small subdivisions
or rural areas. In most cases, both parents work outside
the home, some within the community and others in nearby
cities.
The Walton County School System stands very firm
in its expectations of school behavior. The educators in
Walton County feel that "good" discipline is essential to a
productive and meaningful learning environment. It is
further felt that the best discipline is self-discipline.
In order to perform in a responsible manner, students are
28
expected to be familiar v;ith the discipline program which is
established to ensure equity and fairness to all students.
Students and parents are provided with disciplinary
procedures by the county and the schools, emphasizing the
importance of (1) providing uniformity of approach and
disciplinary procedures, (2) providing students and parents
with regulations of the school system and with information
concerning the possible penalties for violations of these
regulations, and (3) encouraging parents to discuss the
materials contained in the disciplinary procedures with
their children in order to help the students understand the
required behavior. Additionally, classroom teachers have
the responsibility of discussing details of the school's
discipline approach.
Sampling Procedures
In this study the settings are referred to as
School A and School B. School A has a student population of
603. The student ethnic composition is 89 percent White, 9
percent African American, 1 percent Romanian, and 1 percent
Hispanic. Thus, the majority of the students are White.
School A uses Linda Albert's (1992) model of Cooperative
Schoolwide Discipline, which is an approach to managing and
motivating student behavior in a manner consistent v/ith
optimum student growth academically, socially, and psycho¬
logically. It is a partnership between the total school
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staff in managing school discipline. The focus of this
discipline program is positive discipline through student
action plans. Before implementation of this program a staff
inservice session was held.
The Cooperative Schoolwide Discipline plan consists
of two cycles: Minor and Major. The Minor cycle consists
of guidelines and consequences for discipline in specific
locations throughout the school and are dealt with mostly
without involvement of a school administrator.
The Major cycle consists of four steps:
Step 1: The first time in the opportunity room the
student remains from thirty to sixty minutes, writes an
action plan, and the parent is called (Form A).
Step 2: The second time in the opportunity room
within thirty days of the first visit the child remains from
thirty to sixty minutes, writes an action plan, the parent
is called, and the parent will sign and return the action
plan as developed (Form B).
Step 3: The third time in the opportunity room
within thirty days of the first visit the child remains from
three to six hours; reviews previous plans; a conference is
held with the parent, child, teacher, and an administrator
to draft and sign an action plan; and the student's name
will be submitted to the student support team (Form C).
Step 4: The fourth time in the opportunity room
within thirty school days of the first visit the student
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remains from three to six hours; an individual discipline
plan will be developed by the parent, student, teacher, and
an administrator (Disciplinary Report).
School B has a student population of 615. The
student ethnic composition is 87 percent White, 8 percent
African American, 3 percent Hispanic, and 2 percent
Romanian,
The approach implemented in this setting to manage
discipline is classroom management strategies. Classroom
management strategies refers to the consistency or inconsis¬
tency of teachers in their classroom management techniques
and the degree to which they have defined and communicated
their expectations of inappropriate behavior.
These classroom strategies vary according to
teachers' beliefs, training, and background. Many teachers
use some type of assertive discipline format as their guide¬
line for individualized classroom rules—for example, rules,
consequences, and reinforcement.
In Schools A and B a disciplinary summary was
broken down into subcategories to better interpret the data
gathered. Discipline referrals were divided by location of
violation and discipline code to better understand areas in
need of targeting over a six-month period. Location of
violation was categorized into regular class, cafeteria,
bus, and hallway. Discipline codes were fighting.
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disruptive in class, stealing, disrespectful to adults,
abusive behavior, and disobedience.
Description of Instrument
The questionnaire used in this study. School Dis¬
cipline Questionnaire, was designed by the researcher and
was validated by persons considered to be experts in the
field of educational leadership. Each of these experts have
worked with school discipline for more than twenty years in
addition to other administrative duties. Their present
positions are (1) school psychologist, (2) central office
discipline director, (3) school principal, and (4) assistant
superintendent for pupil services. The committee chair¬
person, a school psychologist, along with other committee
members felt that the instrument used in this study was
valid. Their comments were positive and encouraging.
Data for demographic information variables, teacher
perceptions of utilization of disciplinary strategies, and
classroom experiences were collected through teacher
responses to the School Discipline Questionnaire (see
appendix A). Teachers were selected to participate by prin¬
cipals of the schools in this study. Data concerning the
number of disciplinary referrals to office administrators
in each setting were elicited by the final section of the
questionnaire. The focus of gathering this information was
to study two different approaches to managing discipline.
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cooperative schoolwide discipline and classroom management
strategies, as perceived by teachers at two elem.entary
schools.
Procedures for Data Collection
Questionnaires were given to approximately seventy
teachers, thirty-five in each selected setting. The parti¬
cipant package included a cover letter, the questionnaire,
and return instructions (see appendix B) with a cut-off
date.
The questionnaire v/as divided into four parts.
Part I of the questionnaire gathered demographic data con¬
cerning the group sample. Part II of the questionnaire
measured how teachers utilized disciplinary strategies in
their school. Part III indicated personal opinions about
schools, teachers, and pupils. Part IV elicited information
on disciplinary office referrals.
Summary
Chapter IV included the design of the study, a
description of the subjects, the instrument used to gather
data, and the procedures employed in the collection and
treatment of the data. The data and analysis are presented
in Chapter V.
CHAPTER V
ANALYSIS AND INTERPRETATION OF DATA
The purpose of this study was to compare specific
variables that relate to poor student behavior in two
elementary schools in Walton County, Georgia, one school
using a schoolwide discipline plan and the other school
using classroom management strategies. Another purpose was
to determine whether or not teacher age, years of experi¬
ence, educational level, and gender influence teacher
preference for a type of discipline plan.
First, literature and research dealing with
discipline, classroom management, intervention plans, and
schoolwide discipline were reviewed and analyzed. Next, a
questionnaire was constructed and given to seventy classroom
teachers, thirty-five from each selected school. Finally,
observations were conducted using data from disciplinary
office referrals to determine if there were differences in
student behavior. The synthesis of the data gathered formed
the basis for the results, conclusions, and recommendations
of the study.
The response to the questionnaire was encouraging.
Upon receipt of data, the researcher examined each of the
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returned questionnaires to determine if all items had been
completed. Of the seventy questionnaires distributed,
sixty-one usable surveys were returned, for a response rate
of 87 percent.
Demographic Information
A review of the responses revealed that 31 percent
of the participants were between the ages of 20 and 30, 36
percent were between 31 and 40, and 33 percent were over 40
years of age. This information is presented in table 1.
Table 1.—Description of Sample Groups by Chronological Age
Age Group Frequency Percent
20-30 years 19 31.0
31-40 years 22 36 .0
Over 40 years 20 33 .0
Total 61 100 .0
A comparison of achieved educational level indi¬
cated 49 percent of the teachers held a bachelor's degree,
26 percent had a master's degree, 18 percent held an educa¬
tional specialist degree, and 7 percent had a doctoral
degree. Table 2 indicates this information.
Seventy-seven percent of the responding teachers
were female and 23 percent were male. This information is
displayed in table 3.
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Table 2.—Description of Sample Groups by Highest Earned
Degree
Highest
Earned Degree Frequency Percent
Bachelor's 30 49.0
Master's 16 26 .0
Specialist 11 18.0
Doctorate 4 7 .0
Total 61 100 .0
Table 3.—Description of Sample Groups by Gender
Teacher Gender Frequency Percent
Female 47 77 .0
Male 14 23.0
Total 61 100 .0
With regard to years of teaching experience, 31
percent of the participants had 1-10 years, compared to 28
percent who had 11-20 years and 41 percent who had more than
20 years. Table 4 shows this information.
Testing the Hypotheses
The data were then examined in terms of the null
hypotheses presented.
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1-10 years 19 31.0
11-20 years 17 28 .0
Over 20 years 25 41.0
Total 61 100 .0
Hypothesis 1; There is no significant difference
in teachers' perceptions of Cooperative Schoolwide Discip¬
line and Classroom Management Strategies within selected
elementary schools based on teacher's age.
This hypothesis was tested by Analysis of Variance
(ANOVA) procedures. Table 5 shows means and standard devi¬
ations for disciplinary strategies when respondents are
categorized by age. Table 6 presents the analysis of vari¬
ance for disciplinary strategies when respondents are cate¬
gorized by age. From table 6 it can be seen that the
observed significance level in the column labeled p is
greater than .05, the level of significance established for
this study. Therefore, the null hypothesis is accepted for
disciplinary strategies when respondents are categorized by
age.
Table 7 shows means and standard deviations for
school personnel opinions when respondents are categorized
37
Table 5.—Disciplinary Strategies Means and Standard
Deviations When Respondents Are Categorized by Age
Standard
Variable Mean Deviation
Group 1: 20-30 Years of Age 3.6811 .6798
Group 2; 31-40 Years of Age 3.5443 .7179
Group 3: 40 Years and Above 3.4768 .8064
Table 6.—Analysis of Variance and








Square F Ratio £
Between Groups 2 .4355 .2178 .3980 .6735
Within Groups 59 32 .2834 .5472
Total 61 32 .7189
Table 7.—School Personnel Opinions Means and Standard




Group 1; 20-30 Years of Age 3.4779 .4225
Group 2; 31-40 Years of Age 3.3243 .5041
Group 3: 40 Years and Above 3.4405 .6044
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by age. Table 8 presents the analysis of variance for
school personnel opinions when respondents are categorized
by age. From table 8 it can be seen that the observed sig¬
nificance level in the column labeled £ is greater than .05,
the level of significance established for this study.
Therefore, the null hypothesis is accepted for school per¬
sonnel opinions when respondents are categorized by age.
Table 8.—Analysis of Variance and F Ratio for School





Square F Ratio E
Between Groups 2 .2619 .1309 .4838 .6188
Within Groups 59 15.9665 .2706
Total 61 16 .2284
Table 9 shows means and standard deviations for
office referrals when respondents are categorized by age.
Table 10 presents the analysis of variance for office refer¬
rals when respondents are categorized by age. From table 10
it can be seen that the observed significance level in the
column labeled p is greater than .05, the level of signifi¬
cance established for this study. Therefore, the null
hypothesis is accepted for office referrals when respondents
are categorized by age.
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Table 9.—Office Referrals Means and Standard Deviations




Group 1; 20-30 Years of Age 7.0526 2.6557
Group 2: 31-40 Years of Age 7.1429 3.9152
Group 3: 40 Years and Above 8.4545 3.0664
Table 10 .—Analysis of Variance and F Ratio for Office
Referrals by Age of Respondent
Sum of Mean
Source Squares Square F Ratio E
Between Groups 2 26.1234 13.0617 1.2214 .3022
Within Groups 59 630.9733 10 .6945
Total 61 657.0968
Based upon the three analyses of variance, no
significant differences were found at the .05 level based on
age. Therefore, Hypothesis 1 is accepted.
Hypothesis 2; There is no significant difference
in teachers' perceptions of Cooperative Schoolwide Discip¬
line and Classroom Management Strategies within selected
elementary schools based on teacher's years of experience.
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This hypothesis was tested by Analysis of Variance
(ANOVA) procedures. Table 11 shows means and standard devi¬
ations for disciplinary strategies when respondents are
categorized by years of experience. Table 12 presents the
analysis of variance for disciplinary strategies when
respondents are categorized by years of experience. From
table 12 it can be seen that the observed significance level
Table 11.—Disciplinary Strategies Means and Standard





Group 1: 1-10 Years 3.4511 .8254
Group 2: 11-20 Years 3.5082 .6889
Group 3: Over 20 Years 3.6788 .6993










Square F Ratio p
Between Groups 2 .6380 .3190 .5867 .5594
Within Groups 59 32.0809 .5437
61 32.7189Total
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in the column labeled £ is greater than .05, the level of
significance established for this study. Therefore, the
null hypothesis is accepted for disciplinary strategies when
respondents are categorized by years of experience.
Table 13 shows means and standard deviations for
school personnel opinions when respondents are categorized
by years of experience. Table 14 presents the analysis of
variance for school personnel opinions when respondents are
categorized by years of experience. From table 14 it can be
seen that the observed significance level in the column
labeled p is greater than .05, the level of significance
established for this study. Therefore, the null hypothesis
is accepted for school personnel opinions v^hen respondents
are categorized by years of experience.
Table 13.—School Personnel Opinions Means and Standard





Group 1; 1-10 Years 3.4437 .6254
Group 2: 11-20 Years 3 .4437 .3927
Group 3: Over 20 Years 3.4219 .5161
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Table 14.—Analysis of Variance and F Ratio for School





Square F Ratio E
Between Groups 2 .0616 .0308 .1123 .8940
Within Groups 59 16.1668 .2740
Total 61 16.2284
Table 15 shows means and standard deviations for
office referrals when respondents are categorized by years
of experience. Table 16 presents the analysis of variance
for office referrals when respondents are categorized by
years of experience. From table 16 it can be seen that the
observed significance level in the column labeled e is
greater than .05, the level of significance established for
this study. Therefore, the null hypothesis is accepted for
office referrals when respondents are categorized by years
of experience.
Table 15.—Office Referrals Means and Standard Deviations




Group 1; 1-10 Years 8.3158 2.9260
Group 2: 11-20 Years 8.2353 3 .4556
Group 3: Over 20 Years 6.6154 3.2873
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Table 16.—Analysis of Variance and F Ratio for Office





Square F Ratio E
Between Groups 2 41 .7788 20 .8894 2 .0030 .1440
Within Groups 59 615.3179 10.4291
Total 61 657.0968
Based upon the three analyses of variance, no
significant differences were found at the .05 level based
upon teacher's years of experience. Therefore, Hypothesis 2
is accepted.
Hypothesis 3t There is no significant difference
in teachers' perceptions of Cooperative Schoolwide Discip¬
line and Classroom Management Strategies within selected
elementary schools based on teacher's achieved educational
level.
This hypothesis was tested by Analysis of Variance
(ANOVA) procedures. Table 17 shows means and standard devi¬
ations for disciplinary strategies when respondents are
categorized by highest degree. Table 18 presents the
analysis of variance for disciplinary strategies when
respondents are categorized by highest degree. From table
18 it can be seen that the observed significance level in
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Table 17.—Disciplinary Strategies Means and Standard





Group 1: Bachelor's 3.4810 .7583
Group 2: Master's 3.6606 .7419
Group 3; Specialist 3.5264 3.7432
Group 4; Doctorate 3.8140 4.6285
Table 18.—Analysis of Variance and F Ratio






Square F Ratio E
Between Groups 2 .6839 .2280 .4128 .7444
Within Groups 59 32 .0349 .5523
Total 61 32 .7189
the column labeled p is greater than .05, the level of
significance established for this study. Therefore, the
null hypothesis is accepted for disciplinary strategies when
respondents are categorized by highest degree.
Table 19 shows means and standard deviations for
school personnel opinions when respondents are categorized
by highest degree. Table 20 presents the analysis of
variance for school personnel opinions when respondents are
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Table 19.—School Personnel Opinions Means and Standard





Group 1: Bachelor's 3.4110 .5589
Group 2: Master's 3.4557 .4212
Group 3: Specialist 3.2909 .6381





and F Ratio for School
Highest Degree
Sum of Mean
Source Squares Square F Ratio E
Between Groups 2 .2898 .0966 .3515 .7882
Within Groups 59 15.9386 .2748
Total 61 16.2284
categorized by highest degree. From table 20 it can be
seen that the observed significance level in the column
labeled £ is greater than .05, the level of significance
established for this study. Therefore, the null hypothesis
is accepted for school personnel opinions when respondents
are categorized by highest degree.
Table 21 shows means and standard deviations for
office referrals when respondents are categorized by highest
Table 21.—Office Referrals Means and Standard Deviations




Group 1: Bachelor's 8.3333 3.1768
Group 2: Master's 6.5623 3.6509
Group 3: Specialist 6.8182 3.4876
Group 4: Doctorate 8.0000 .7071
degree. Table 22 presents the analysis of variance for
office referrals when respondents are categorized by highest
degree. From table 22 it can be seen that the observed
significance level in the column labeled p is greater
than .05 , the level of significance established for this
study. Therefore, the null hypothesis is accepted for
office referrals when respondents are categorized by highest
degree.
Table 22 .—Analysis of Variance and F Ratio for Office
Referrals by Highest Degree
Sum of Mean
Source Squares Square F Ratio p
Between Groups 2 40.8562 13.6187 1.2818 .2892
Within Groups 59 616.2405 10.6248
Total 61 657 .0968
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Based upon the three analyses of variance, no
significant differences were found at the .05 level based
upon teacher's highest degree. Therefore, Hypothesis 3
is accepted.
Hypothesis 4; There is no significant difference
in teachers' perceptions of Cooperative Schoolwide Discip¬
line and Classroom Management Strategies within selected
elementary schools based on teacher's gender.
This hypothesis was tested by Analysis of Variance
(ANOVA) procedures. Table 23 shows means and standard devi¬
ations for disciplinary strategies when respondents are
categorized by gender. Table 24 presents the analysis of
variance for disciplinary strategies when respondents are
categorized by gender. From table 24 it can be seen that
the observed significance level in the column labeled p is
greater than .05, the level of significance established for
this study. Therefore, the null hypothesis is accepted for
disciplinary strategies v/hen respondents are categorized by
gender.
Table 23.—Disciplinary Strategies Means and Standard











Table 24.—Analysis of Variance and F Ratio for Disciplinary





Square F Ratio R
Between Groups 1 .6197 .6197 1.1583 .2861
Within Groups 60 32 .0992 .5350
Total 61 32.7189
Table 25 shows means and standard deviations for
school personnel opinions when respondents are categorized
by gender. Table 26 presents the analysis of variance for
school personnel opinions when respondents are categorized
by gender. From table 26 it can be seen that the observed
significance level in the column labeled e is greater
than .05, the level of significance established for this
study. Therefore, the null hypothesis is accepted for
school personnel opinions when respondents are categorized
by gender.
Table 25.—School Personnel Opinions Means and Standard
Deviations When Respondents Are Categorized by Gender
Standard
Variable Mean Deviation
Group 1: Female 3.4487 .5019
Group 2; Male 3.2886 .5622
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Table 26.—Analysis of Variance and F Ratio for School





Square F Ratio E
Between Groups 1 .2781 .2781 1 .0461 .3105
Within Groups 60 15.9503 .2658
Total 61 16 .2284
Table 27 shows means and standard deviations for
office referrals when respondents are categorized by gender.
Table 28 presents the analysis of variance for office refer¬
rals when respondents are categorized by gender. From table
28 it can be seen that the observed significance level in
the column labeled p is greater than .05, the level of
significance established for this study. Therefore, the
null hypothesis is accepted for office referrals when
respondents are categorized by gender.
Table 27.—Office Referrals Means and Standard Deviations




Group 1: Female 7.3958 3.3627
Group 2: Male 8.2143 3.0173
50
Table 28.—Analysis of Variance and F Ratio for Office





Square F Ratio e
Between Groups 1 7.2605 7.2605 .6704 .4162
Within Groups 60 649.8363 10.8306
Total 61 657 .0968
Based upon the three analyses of variance, no
significant differences were found at the .05 level based
upon teacher's gender. Therefore, Hypothesis 4 is accepted.
Hypothesis 5; There is no significant relationship
in discipline referrals of an elementary school with a Coop¬
erative Schoolwide Discipline plan and one using Classroom
Management Strategies.
This hypothesis was tested using the Chi-square
test. The Pearson r. was 32.14286, as indicated in table 29.
The observed significance level was .00382. Since the
observed significance level was below the .05 level, the
null hypothesis is rejected. There is a significant rela¬
tionship between the number of office referrals made and
using different strategies of management.
The calculated Chi-square (32.14286) with 14
degrees of freedom exceeds the table value of Chi-square
(23.685). Therefore, the null hypothesis of no significant
relationship is rejected.
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Table 29.—Office Referrals of Classroom Managero.ent
Strategies and Cooperative Schoolwide Discipline
Chi-Square Value Significance
Pearson jr 32 .14286 14 .00382





Maximum Expected Frequency .500
Cells with Expected Frequency < 5-30 of 30 (100.0 percent)
Summary
This study compared specific variables that relate
to poor student behavior in two elementary schools. One
school used a cooperative schoolwide discipline plan, and
the other school used classroom management strategies.
To gather necessary data for this study, a ques¬
tionnaire was adm.inistered to seventy classroom, teachers
from two selected schools. Of the seventy questionnaires,
only sixty-one returned surveys were usable.
Demographic data revealed that the largest group
of responding teachers (36 percent) were between the ages of
thirty-one and forty years. The majority of them <77 per¬
cent) v;ere female. Twenty-five teachers (41 percent) had
more than twenty years of professional experience. The
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largest group of responding teachers (49 percent) held only
a bachelor's degree.
Of the stated five null hypotheses, four were
addressed using the analysis of variance (ANOVA) statistical
method at the .05 level of significance. Hypotheses 1, 2,
3, and 4 were accepted.
Hypothesis 5 was rejected using the Chi-square
test. The calculated Chi-square (32.14286) with 14 degrees
of freedom exceeded the table value of Chi-square (23.685).
Results from the Cooperative Schoolwide Discipline plan





The purpose of this study was to compare specific
variables that relate to poor student behavior in two
elementary schools in Walton County, Georgia, one school
using a schoolwide discipline plan and the other school
using classroom management strategies. Another purpose was
to determine whether or not teacher age, years of experi¬
ence, educational level, and gender influence teacher
preference for a type of discipline plan.
The method of data collection used during the study
consisted of a questionnaire. Part I of the questionnaire
(Questions 1-4) solicited demographic data. Part II (Ques¬
tions 5-18) examined disciplinary strategies. Part III
(Questions 19-26) elicited teachers' opinions about schools,
teachers, and pupils. Part IV (Questions 27-32) sought
information about number of office referrals for certain
disciplinary problems.
Demographic data were reported in terms of frequen¬
cies and percentages. Analysis of variance was employed to
test Hypotheses 1, 2, 3, and 4 at the .05 level of signfi-
cance. Hypothesis 5 was tested using the Chi-square test.
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Findings of the Study
The findings of the study revealed that teachers in
the selected schools shared similar views on their approach
to managing elementary school discipline. Specificallyr the
major findings of the study were:
1. The measurement of how teachers felt about the
usefulness of classroom management strategies or cooperative
schoolwide discipline in maintaining order and creating an
appropriate learning climate in the school had no bearing on
the teacher's age, gender, years of experience, or achieved
educational level.
2. The assessment regarding the belief of what
constitutes desirable student behavior was consistent
regardless of the teacher's age, gender, years of experi¬
ence, or achieved educational level.
3. Structuring an orderly environment had no
bearing on the teacher's age, gender, years of experience,
or achieved educational level.
4. The consistency or inconsistency of teachers
in their management strategies, the degree to which they
communicated their expectations to the students, and their
consistency or inconsistency in their treatment of inappro¬
priate behavior differed according to the discipline
approach used, specifically in favor of the cooperative
schoolwide discipline method.
55
Conclusions Based on the Findings
This study seems to show that teachers' consistency
in their discipline approach expectations can be positive
and significantly different depending upon the discipline
method and support used.
The data indicate that the cooperative schoolwide
discipline plan was consistent throughout the school,
expectations were communicated with regard to appropriate
behavior throughout the school, and positive feedback was
provided when students met expectations.
Implications
The research indicates that teachers are indeed
applying classroom management strategies and cooperative
schoolwide discipline plans consistently and appear to view
discipline plans as a part of the teaching process. Perhaps
another study should be conducted examining other variables.
Recommendations
As a result of the research process and findings of
this study, the following recommendations are made. The
recommendations call for further research in the use of
cooperative schoolv7ide discipline and classroom management
strategies and teachers' perceptions of discipline plans for
students at the elementary level.
1. A similar study should be conducted on how
educational leaders view and respond to classroom management
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strategies in the classroom as well as a cooperative school¬
wide plan. This type of research may shed light on why and
if educational administrators' views and responses to dis¬
ciplinary strategies differ from those of teachers.
2. This study should be replicated on a larger
sample that includes parents, administrators, counselors,
students, and others in their perceptions of the consis¬
tency or inconsistency in their treatment of inappropriate
behavior.
Summary
This chapter has presented a summary of the major
findings of the study. In addition, conclusions, implica¬





Please help me gather information for a study that I am
conducting concerning the study of two different approaches
to managing discipline. Cooperative Schoolwide Discipline
and Classroom Management Strategies, as perceived by
teachers in two elementary schools in Walton County.




Part I. Demographic Information
Directions; Please respond to each item by placing a check
to indicate the appropriate requested information.
1. What is your chronological age?
20-30 years 31-40 years Over 40 years
2. Total years of professional teaching experience;
1-10 years 11-20 years Over 20 years







Part II. Disciplinary Strategies
Directions: Please indicate how often you utilize the
follov/ing disciplinary strategies in your school by respond¬
ing to the following items with a circle indicating your
degree of agreement.
5 = Always 3 = Sometimes 1 = Never
4 = Frequently 2 = Rarely5.How often are displayed classroom rules discussed?
5 4 3 2 1
6. How frequently do you make sure you have every stu¬
dent's attention before you begin class?
5 4 3 2 1
7. How often do you communicate your expectations with
regard to appropriate behavior in the classroom to your
students?
5 4 3 2 18.How often do you communicate your expectations with
regard to appropriate behavior in the hallways to your
students?
5 4 3 2 19.How often do you communicate your expectations with
regard to appropriate behavior in the cafeteria to your
students?
5 4 3 2 110.How often do you communicate your expectations with
regard to appropriate behavior on the playground?
5 4 3 2 1
11. How often do you provide students v/ith positive feed¬
back when they are meeting your expectations?







12. How often is positive feedback given to your students
by others when they are meeting proper behavior stan¬
dards throughout the school?
5 4 3 2 1
13. How often do others provide feedback to your students
when they are not meeting appropriate expectations?
5 4 3 2 1
14. How often do you make phone calls to parents when
students act inappropriately?
5 4 3 2 1
15. How often do you discuss the consequences for inappro¬
priate behavior in your classroom?
5 4 3 2 1
16. How often are consequences for inappropriate behavior
discussed concerning discipline throughout the school
as a staff?
5 4 3 2 1
17. How frequently do you implement the consequences for
inappropriate behavior in your classroom?
5 4 3 2 1
18. How often do others identify possible reinforcers by
which students might be motivated to improve their
behavior?
5 4 3 2 1
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Part III« Personal Opinions
Directions: Please indicate your personal opinion about
each statement by circling the appropriate response at the
right of the statement.
5 = Strongly Agree 2 = Disagree
4 = Agree 1 = Strongly Disagree
3 = Undecided
19. Directing sarcastic remarks toward a
defiant pupil is a good discipline
technique.
20. Teachers should consider revision of
their teaching methods if they are
criticized by their pupils.
21. The best principals give unquestioning
support to teachers in disciplining
pupils.
22. Being friendly with pupils often leads
them to become too familiar.
23. If pupils use obscene or profane
language in school, it must be
considered a moral offense.
24. Pupils often misbehave in order to
make the teacher look bad.
25. A pupil who destroys school materials
or property should be severely
punished.
26. Pupils can be trusted to work together
without supervision.
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
5 4 3 2 1
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Part IV. Office Referrals
Directions: Using the discipline summary made available to
you by the assistant principal's office, please indicate the
number of office referrals made by you for the following
offenses during the time frame of five months.
27 . Fighting
28. Disruptive in Class
29. Stealing




LETTER TO PROSPECTIVE PARTICIPANTS
Dear Prospective Participants;
I am an assistant principal in the Walton County School
System completing requirements for a specialist degree. I
am asking for your assistance in conducting a study. The
purpose of this study is to compare Cooperative Schoolwide
Discipline and Classroom Management Strategies as perceived
by teachers.
You will find enclosed a questionnaire. Your response
is very important to its success. I am asking vou to please
take a few minutes to respond to the questionnaire. No
person's name will be asked for. Please respond according
to the brief instructions given on each section. I appre¬
ciate very much your willingness to assist me in this study.
Please return the questionnaire to Ann Boyce, Assistant
Principal, Walker Park Elementary School, within five (5)
days.













SUBJECT; A Comparative Study of Cooperative Schoolwide
Discipline and Classroom Management Strategies as
Perceived by Teachers within Two Selected
Elementary Schools
DATE; 1995
You have my permission to use two (2) selected
schools in Walton County in your research study.
Permission is not granted to use two selected





VARIABLES AND CODING SCHEME
Teachinq Experience Gender
1 = 1-10 years
2 = 11-20 years








1 = 20-30 years
2 = 21-40 years
3 = Over 40 years
Groupinq of Respondents Ouestionnaire
1 = Classroom Management
2 = Cooperative Schoolwide
Discipline
Part I - Questions 1-4
Part II - Questions 5-18
Part III - Questions 19-26
Part IV - Questions 27-32
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